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Abstract
The objective of this study was to evaluate the psychometric properties of an assessment instrument on
teachers’ perceptions regarding the development of socio-emotional skills. Results revealed a consistent
four-factor structure (School/teachers’ needs for socio-emotional skills promotion; Needs regarding
teaching-learning process; Difficulties in dealing with students’ socio-emotional deficits, Socio-emotional
needs related to teacher’s initial training) with internal consistency values above .79. Confirmatory analy-
ses revealed a good fit of the model to the data. Teachers reported having more needs at the school/
teachers conditions for the promotion of social and emotional needs, and less needs at the level of their
Teachers’ initial training. The instrument also showed to be sensitive in capturing teachers’ perception of
schooling social and emotional needs in terms of teachers’ gender, pedagogic group and school level.
Keywords: Instrument development, teachers perceptions, social and emotional skills, social and emo-
tional learning.
Resumo
O objectivo deste estudo foi avaliar as características psicométricas de um instrumento de avaliação das
percepções dos professores acerca das suas necessidades na promoção das competências sociais e
emocionais. Os resultados revelaram uma estrutura de quatro factores (Necessidades ao nível da escola/
professor, necessidades ao nível do processo de ensino-aprendizagem, Dificuldades em lidar com défices
sócio-emocionais dos alunos e Necessidades ao nível da formação inicial), com valores de consistência
interna acima de 0,79. As análises confirmatórias revelaram bom ajustamento do modelo aos dados. Os
professores revelaram sentir maiores dificuldades ao nível das condições da escola/ professores e menores
ao nível da formação inicial. O instrumento revelou-se também sensível às diferenças de percepções em
termos do género, grupo pedagógico, e nível de ensino.
Palavras-chave: Desenvolvimento de instrumento, percepção dos professores, competências sociais e
emocionais, aprendizagem sócio-emocional.
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Social and emotional skills have a significant impact
on academic performance (Durlak, Weissberg, Dymnicki,
Taylor, & Schellinger, 2011), on school attendance and
school dropout (Archambault, Janosz, Morizot, & Pagani,
2009), academic adjustment (Howse, Calkins, Anasto-
poulos, Keane, & Shelton, 2003), academic competence
(Izard et al., 2001; Welsh, Parke, Widamen, & O’Neil,
2001), the academic motivation and success (Pritchard
& Wilson, 2003), including in at risk and disadvantaged
students (Becker & Luthar, 2002), and on prevention of
achievement loss associated with middle school transition
(Rosenblatt & Elias, 2008). Social and emotional skills
have a strong influence on students’ engagement with
school (Reschly, Huebner, Appleton, & Antaramian,
2008), and on school environment (Battistich, Solomon,
Kim, Watson, & Schaps, 1995). A recent meta-analysis
evaluated the impact of universal school-based inter-
ventions for the promotion of social and emotional skills
in students, from kindergarten through high school. This
meta-analysis give empirical evidence for the positive
impact of the promotion of social and emotional skills on
social and emotional skills, attitudes, behaviors and on
academic performance, reflecting significant gains in
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academic achievement (Durlak et al., 2011). Several
indicators of socio-emotional functioning (such as self-
control, self-regulation and self-discipline) are associated
to academic performance (Duckworth & Seligman, 2005;
Kurdek & Sinclair, 2000).
Also, social and emotional skills have a significant
impact on engagement in appropriate relationships in
middle childhood (Denham et al., 2003), reduce aggres-
sive reactivity (Pavarini, Loureiro, & Souza, 2011), pre-
dict peer acceptance (Mostow, Izard, Fine, & Trentacosta,
2002), social and behaviour outcomes (Fine, Izard,
Mostow, Trentacosta, & Ackerman, 2003), and respon-
sible behavior (Bear, Manning, & Izard, 2003). The
efficacy of the school-based programmes that promote
social and emotional competences is well established
(Greenberg et al., 2003), at a cross-cultural level (Kimber,
Sandell, & Bremberg, 2008; Moreira, Crusellas, Sá,
Petracchi, & Matias, 2010). There is a need for educational
reform and policies to include systematic promotion of
social-emotional skills in school children (Guerra,
Graham, & Tolan, 2011; Merrel, 2002), and for school
curricula to dedicate more attention to social and emo-
tional learning (Buckley, Storino, & Saarni, 2003).
Because teachers are crucial agents on the school-based
social and emotional skills promotion programmes and
strategies, and determinant to their efficacy on school
settings (Martin, 2007), it is desirable that they have a
greater involvement in the promotion of social and emo-
tional competencies in schools (Moreira et al., 2010),
especially in at-risk students (Preto & Moreira, 2012).
Understanding teachers’ difficulties on a social and emo-
tional competences promotion level is a central aspect
for an effective preparation of teachers on this field,
allowing changes to be implemented in the initial teachers’
training and to outline professional development activities
that will fulfill these needs.
Teachers’ Beliefs and Perceptions
Perceptions are complex processes which include
motivations, cognitions, emotions and behaviors (Weiner,
1995), and is the filter from where an individual under-
stands reality (Johnson, 1987). An individual’s perception
shapes his own attitudes and behaviours, in function
of the representations he or she makes of those same
stimuli (Johnson, 1987). Teachers’ perceptions and be-
liefs guide their behaviors and practices in the classroom
(Lam & Kember, 2006), as they allow understanding,
predicting and influencing their behaviors in teaching
contexts (Poulou, 2006) and their classroom practices
(Pavri & Hegwer-DiVita, 2006). Also, they are crucial
instruments of schooling-learning practices improve-
ment, of schools processes of improvement and of
school’s efficacy (Pedder & MacBeath, 2008), once they
allow for the identification of difficulties and the deve-
lopment of strategies which seek to answer the ne-
cessities and difficulties felt by the teachers. Teachers
perceptions and evaluations and students outcomes are
bidirectional processes and transactional models have
shown that teachers perceptions of their students play a
significant role in several students dimensions, including
in personality development (Heaven, Leeson, & Ciarrochi,
2009).
Cruickshank (1980) proposed a classic typology in
which he grouped teacher’s problems or difficulties into
five areas: (a) affiliation: the need to establish and
maintain good relationships with others in the school, both
students and staff; (b) control: the need to have students
behave appropriately; (c) parent relations and home
conditions: the need to relate and work well with adults
outside the school who are important in the lives of
students and the need to understand home conditions; (d)
student success: the need to have academically and
socially successful students; and (e) time: the need to be
efficient managers of their personal and professional
lives. A more recent systematization suggests that tea-
chers need help with (a) classroom management, (b)
understanding of the school’s procedures, (c) learning
content and child development of a specific grade, (d)
communicating effectively with parents, (e) and learning
to work in isolating conditions (Stanulis, Fallona, &
Pearson, 2002). Qualities of effective teachers include
teachers’ taking responsibility also for students’ behaviors
and their determinant factors (Darling-Hammond, 2000;
Darling-Hammond, Holtzman, Gatlin, & Heilig, 2005;
Stronge, 2007). This is an idea shared by the several
models on teaching-learning process, including classic
models such as the Carroll’s of school leaning (Carroll,
1963, 1989), the Slavin’s model of effective instruction
(Slavin, 1995), the Cruiscksank’s model of the effective
teacher (Cruickshank, 1985), and recent models, such as
the Huitt’s transactional of teaching/learning process
(Huitt, 2003), the Darling-Hammond model (2000) and
the Cremers and Kyriakides’s school efficacy dynamic
model (Cremers & Kyriakides, 2006).
Teachers’ Perceptions of Schooling
Socio-Emotional Needs
Society demands require additional competences in
areas such as emotional conscience, decision making,
social interaction and conflicts resolution (Poulou, 2006),
which justifies the inclusion of these parameters by
schools and teachers, following and even anticipating
societies’ developments (Maandag, Deinum, Hofman, &
Buitink, 2007).
Thus, it is natural that the promotion of social and
emotional competences in children within scholar con-
texts, which is also known as socio-emotional learning
(Coryn, Spybrook, Evergreen, & Blinkiewicz, 2009), has
gradually been included in scholar curricula in the form
of curricular infusion (Moreira et al., 2010). The necessity
of providing teachers with competences to efficiently
promote social and emotional competences in children is
a direct consequence of this tendency. However, teachers’
initial training is inadequate when preparing them to deal
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with current society challenges (including children’s
socio-emotional functioning; Maandag et al., 2007).
School characteristics and teachers skills have a signifi-
cant impact also on students’ academic achievement (Rivkin,
Hanushek, & Kain, 2005). By one hand, students identify
the academic but also the social dimensions of schools as
important aspects of positive school social climate (Tetler
& Baltzer, 2011). By another hand, the importance of the
teachers role in identifying and reporting deficits and needs
in students socioemotional functioning is been increasingly
acknowledged (Lundervold, Posserud, Ullebo, Sorensen,
& Gillberg, 2011). Teachers consider that students social
skills necessary for success in elementary school classrooms
(Lane, Givner, & Pierson, 2004).
Recent studies have shown that teachers’ evaluations
and perceptions have a significant role on teachers-
students interactions and on teachers’ behaviors for the
promotion of students’ adaptive biopsychosocial deve-
lopment (e.g. students’ personality development; Heaven
et al., 2009). This fact is especially relevant due to the
fact that teacher/students interaction, and teacher support
are also associated to students engagement with school
and achievement (Klem & Connel, 2004). A better under-
standing of the interaction between teachers’ perceptions
about their needs and self-efficacy in promoting adaptive
students’ socioemotional development allows for the
development of multidimensional models of teachers
efficacy in the promotion of social and emotional skills.
It is essential that the necessities felt by teachers in terms
of socio-emotional learning are given particular attention,
thus identifying their perceptions about/on the needs that
allow the development of strategies that are helpful in
satisfying teachers’ needs in terms of the promotion of
social and emotional competences (Buckley et al., 2003).
The assessment of educative agents’ perceptions in terms
of needs in social and emotional dimensions is crucial to
the promotion of social and emotional competences
(Payton et al., 2000). In fact, one of the main present limi-
tations to a better understanding of teachers’ perceptions
of social and emotional schooling needs is the inexistence
of teachers’ perceptions of schooling social and emotional
needs assessment instruments. One way of contributing
to the development of this field of investigation is the
development of teachers’ perceptions assessment instru-
ments to systematically understand their difficulties in
terms of social and emotional competences.
Objectives of this Study
The aim of this study was to develop and validate a
teachers’ perceptions instrument to assess teachers’ needs
in terms of their competences in promoting social and
emotional skills. Besides, this study evaluated the dimen-
sion in which teachers felt more needs in promoting socio-
emotional skills, and the differences on teachers’ percep-
tions about their needs in promoting social and emotional
skills accordingly to several teachers’ socio-demographic
and professional variables.
Method
Firstly, we made an exploratory and qualitative analysis
with teachers about the domains of teachers’ activities
they felt being relevant for the promotion and social and
emotional skills. Exploratory interviews were made to
several teachers. Teachers’ were asked to identify the areas
or domains in which they feel to have more needs in terms
of the promotion of social and emotional skills. Then, we
made a content analysis, and the answers were grouped
by categories. Six dimensions were consensual amongst
the teachers. 48 items were formulated and distributed
by the 6 dimensions. These items were discussed with
experts on teacher education, experts on teachers’ pro-
fessional development and on experts on social and
emotional skills promotion (teachers and psychologists
who were developing, implementing and evaluated
school-based programs for the promotion of social and
emotional skills). The selection of the items to be included
and their distribution by the four dimensions was made
based on the content analysis described above. After the
Principal Components Analysis, these dimensions were
reduced to 4 dimensions (39 items; based on both statis-
tical and conceptual criteria): Socio-emotional needs
related to teacher’s initial training, Students’ learning
socio-emotional needs, School/teachers needs for socio-
emotional skills promotion, Learning – teaching process
socio-emotional needs.
Participants
Schools were contacted and were invited to participate
in the study. Those teachers who gave their informed
consent were included in the study. The sample was
constituted by 266 teachers that taught in various ele-
mentary and secondary schools of the north of Portugal
during the school year 2006/2007.In terms of gender
23.3% (n = 62) were male while 76.7% (n = 204) were
female. Ages ranged from 23 to 65 years (M = 39.46; SD
= 9.163). These teachers taught various subject matters:
32.8% humanities and social sciences (n = 78), 29.4%
elementary school (n = 70), 19.3% exact sciences and
maths (n = 46), 7.1% gymnastics (n = 17), 4.6% arts and
music (n = 11) and 6.75% other subjects (such as tech-
nologies, informatics, economy or accounting; n = 16).
Relatively to the amount of years of service there were
individuals with a minimum of one year of service to a
maximum of 37 years (M = 15.32, SD = 9.30).
Data Analysis Procedures
Descriptive statistics analysis and principal components
analysis were carried out using the Statistical Package
for Social Sciences (SPSS) for Windows, version 17.0.
Mean differences were tested using the t student test. A
series of CFAs were conduced on a sample of primary
and secondary school teachers. Two models were tested
in the sample: In model 1, was tested if all factors were
independent and in model tested all the factors interrela-
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ted. To further assessment of the validity of the measure
it was used a Confirmatory Factor Analysis with the
software AMOS 16.0 using maximum likehood procedure
as technique for parameter estimation. To test mean
differences and correlations, parametric tests were used
(t student test and Person Correlation test). The calculation
of the normalized values for each scale was made using
the following formula:









The Teachers’ perceptions of socio-emotional schoo-
ling needs inventory (TEPESSENI) was developed to
evaluate teachers’ perceptions of their own needs during
the teaching-learning process. It measures four dimen-
sions, throughout 39 items, scored via a 5-point Likert-
type scale (1= Totally Disagree, 2= Disagree, 3=No agree,
nor disagree, 4= Agree and 5 = Totally agree). The
dimension of Socio-emotional needs related to teachers’
initial training (12 items), measures teachers’ perception
about how their initial training has prepared them to deal
with students’ social, emotional and behavioral dimen-
sions. The dimension of coping with students’ socio-emo-
tional deficits (7 items), measures the teachers’ per-
ceptions about their needs in coping with students’ socio-
emotional deficits. The dimension of School/teachers
needs (6 items), measures teachers’ perceptions about
school and teachers conditions for the promotion of so-
cial and emotional skills. The dimension of Learning-
teaching process socio-emotional needs (14 items), mea-
sures teachers’ perceptions about their difficulties in inte-
grating social and emotional skills promotion in their daily
teaching practices.
Coding instructions
The scale of “Initial training” is composed by 12 items:
items 1, 4, 7, 8, 12, 16, 20, 23, 28, 31, 35 and 38.
The scale of “Coping with Students deficits” is
composed by 7 items: items 2, 5, 18, 22, 32, 34, and 36.
The scale of “School/teachers needs” is composed by
6 items: items 10, 25, 27, 29, 37, and 39.
The scale of “Learning/teaching process” is compo-
sed by 14 items: item 3, 6, 9, 11, 13, 14, 15, 17, 19, 21,
24, 26, 30 and 33.
Elevation in each one of the scales indicates that
teachers perceive as having needs in the respective
domain. Inversely, low scores on each scale means that
teacher perceive as having little needs in the respective
domain. There are not reversed items, meaning that all
items measure in the same direction, with elevation
indicating perception of higher needs.
Results
Principal components analysis, with the Promax rotation
method, identified a four factors structure, with items
loading on the expected factors. All the factors registered
eigenvalues greater than two. Factor 1 (Socio-emotional
needs related to teacher’s initial training) explained 26,1%
of the variance, Factor 2 (Learning – teaching process
socio-emotional needs) explained 12,5% of the variance,
Factor 3 (Students’ learning socio-emotional needs)
explained 9,9% of the variance and Factor 4 (School/
teachers needs for socio-emotional skills promotion)
explained 5,1% of the variance. The four factors accoun-
ted for 53,7% of the variance (with a Kaiser-Meyer-Olkin
Measure of Sampling Adequacy [KMO]) value of .865
and an approximated Chi-Square, by Bartlett’s Test of
Sphecirity, of 6082,15 (df=820; p=000).
Confirmatory factorial analysis was conducted to test
the adjustment for the model. There was tested one model
in which the independent variables were considered
(model 1) and another model which considered the
relation between variables (model 0). Model 0 revealed
inadvisable adjustment values, given the χ² fit (740) =
2036.716, p < .001, χ²/df ratio = 2.752, CFI = .799,
RMSEA = .081 (90% confidence interval = .077 - .086).
Model 1 provided a better fit to the data χ² fit (734) =
1930.295, p < .001, χ²/df ratio = 2.630, CFI = .815,
RMSEA = .078 (90% confidence interval = .074 - .083),
which attests its validity (Klein, 1998; Table 1).
Table 1
Results of the Confirmatory Factor Analysis of the TEPESSENI
Model χ² df χ²/df CFI RMSEA
Model 1 independent 2036.716 740 2.752 .799 .081 (.077 - .086)
Model 2 correlated 1930.295 734 2.630 .815 .078 (.074 - .083)
Reliability
Total scale presented a total alpha value of .85. Alpha
values from each subscale are good: Socio-emotional
needs related to teacher’s initial training (α = .954),
Students’ learning socio-emotional needs (α =.79),
School/teachers needs for socio-emotional skills promo-
tion (α = .834), Learning – teaching process socio-emo-
tional needs (α =.89).
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Teachers’ Perceptions of Socio-Emotional
Schooling Needs
With the objective of understanding in which dimen-
sions teachers feel more needs in terms of the promotion
of social and emotional skills, the data was normalized.
Results revel that teachers feel more needs in the school
and teachers conditions for the promotion of social and
emotional skills (M=.57; SD=.17), followed by the pro-
motion of social and emotional skills at the level of
teaching/learning processes (M=.54; SD=.16). The
teachers’ initial training was the dimension were teachers
perceive to have less needs in terms of the promotion of
social and emotional skills (M=.39; SD=.21; Table 2).
Teachers’ Perceptions and Demographic Variables
Male teachers registered more positive perceptions
about Socio-emotional needs related to teacher’s initial
training, (M = 33.36, SD=9.9 for male and M = 29.94,
SD=9.5 for female, p= .015) but considered that they have
more difficulties (p = .022) in what concerns Learning –
teaching process socio-emotional needs (M = 48.39,
SD=6.5) than female (M = 46.04, SD=7.0). Teacher’s age
was negatively correlated with Socio-emotional needs
related to teacher’s initial training (r = -.180). No differen-
ces were found between teachers’ perceptions and mari-
tal status, although individuals with no children (M =
32.76, SD=9.28) perceived their initial training regarding
their preparation for social and emotional skills promotion
more positively (p = .018) than individuals with children
(M = 29.75, SD=9.82).
Teachers’ Perceptions and Professional Variables
Statistically significant differences were found in the
scale of teachers’ initial training perception (p = .000),
with first and second cycle individuals perceiving their
initial training more positively (in what concerns addres-
sing teaching socio-emotional needs) than secondary
education teachers. No differences were found in terms
of teachers’ current professional situation. Teachers from
different pedagogical groups presented statistically signi-
ficant differences in Socio-emotional needs related to
teacher’s initial training (p = .000) and in Learning –
teaching process socio-emotional needs (p = .011), but
only between the pedagogical group of Humanities and
social sciences and the group of gymnastics. Humanities
and social sciences teachers perceived their initial trai-
ning more negatively than gymnastics. Also, gymnastic
teachers perceived having less difficulties in exercise of
teaching than Humanities and social teachers. Years of
service were found to be statistically significant negatively
related to teachers’ initial training perception regarding
students’ social and emotional needs (r = -.174). Rural
schools teachers presented a most positive (M = 32.65;
SD=9.98) perception about their initial training than urban
schools teachers (M = 29.64, SD=9.51; p = .016). Also
among public schools a more positive teachers’ initial
training perception was found (M = 31.06; SD=9.7) when
comparing to private schools teachers (M = 25.88,
SD=8.3; p = .033). Teachers who graduated in private
universities (M = 33.64; SD=8.5) perceived their teachers’
initial training as more attentive to social and emotional
needs of students than teachers that graduated in public
universities (M = 29.94; SD=9.7; p = .012). Differences
between groups regarding their initial training (p = .044)
were also found according to the academic degree.
Teachers that attended additional training (for example,
master degree or post graduation training; M = 29.09;
SD=10.1) perceived their initial training as having pre-
pared them less for social and emotional skills promotion
(p = .039) than teachers without additional training (M =
31.66; SD=9.3).
Discussion
The goal of this study was to develop and to validate
an instrument that could be used to identify and describe
teacher’s perceptions of their schooling socio-emotional
needs. Confirmatory factorial analysis revealed indexes
of acceptable adjustment and good values of internal
consistency, both for the total scale score and for each
one of the subscales.
Differences regarding the perception of difficulties
faced by teachers were found in terms of gender, age,
school level, school sector (private VS public), region
Table 2
Normalized Data for the Four Dimensions of the Teachers’ Perceptions of Schooling Socio-Emotional Needs
              One-Sample Statistics
n Mean Std. Std.
Deviation Error Mean
Socio-emotional needs related to teachers’ initial training 266 .3941 .21638 .01327
School and teachers needs for socio-emotional needs; 263 .5729 .17500 .01079
Coping with students’ socio-emotional  effecting students
academic outcomes; 265 .5217 .15470 .00950
Learning / teaching process socio-emotional needs 223 .5397 .16341 .01094
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(rural VS urban schools). These differences suggest that
this instrument is sensitive to capture existing differences
in teachers’ perceptions, which are consistent with pre-
vious research. For example, the fact that rural teachers
perceived themselves has having less teaching social and
emotional needs than urban teachers may be understood
by the fact that students from rural and urban schools
present different tendencies of behaviors problems (S. L.
Bender, Fedor, & Carlson, 2011). Students from rural
schools present more internalizing problems and students
from urban schools tend to present more externalization
problems (e.g., Hope & Bieman, 1999). Urban school
teachers tend to present higher levels of stress and burnout
as a result of the demands and efforts that students’
problematic behaviors represent (Abel & Sewell, 1999),
which may be understood to the dynamics between school
and context characteristics and teachers individual charac-
teristics (personality, perceptions) which result in several
outcomes, such as teacher stress and burnout (Cano-
Garcia, Padilla-Munoz, & Carrasco-Ortiz, 2005).
Teachers consider they have more needs at the school /
teachers conditions for the promotion of socio-emotional
skills, followed by difficulties in integrating the promotion
of social and emotional skills in the daily teaching/learning
process, followed by Difficulties in coping with students’
socio-emotional affecting students academic outcomes.
Teachers’ initial training was the dimension teachers per-
ceived as having less needs. These results confirm the
importance of school characteristics for several academic
outcomes (Cremers & Kyriakides, 2006; K. Konstanto-
poulos, 2006). Indicators of teacher preparation and certi-
fication are between the stronger predictors of students’
achievement in reading and mathematics, even when con-
trolling student families’ socio-economic status (Darling-
Hammond, 2000), and are associated to classroom quality
and children’s academic skills (Early et al., 2007) The
fact that teachers perceived their initial training as the
dimension they felt less difficulties should be explored
by futures studies, namely studies evaluating teachers
perceptions about their needs at the level of social and
emotional skills promotion in teachers in their first years
of work, in order to understand how their perception of
their initial training may depend on their orientation for
the present rather than the past (because present needs
may become more relevant to teachers perceptions than
past needs).
The behavior children exhibit in the classroom is im-
pressionable based on the particular teachings they are
receiving (Gose, 2006). Recent studies have shown that
teachers’ evaluations and perceptions have a significant
role on teachers-students interactions and on teachers’
behaviors for the promotion of students’ adaptive bio-
psychosocial development (e.g. students’ personality
development; Heaven et al., 2009). The teacher support
for learning is one dimension of recent multidimensional
models of students’ engagement with school which are
receiving cross-cultural empirical validation (Moreira,
Vaz, Dias, & Petracchi, 2009). Teachers have a significant
effect on several indicators of academic trajectories (Nye,
S. Konstantopoulos, & Hedges, 2004), classrooms dyna-
mics have a significant effect on students’ achievement
trajectories (Pianta, Belsky, Vandergrift, Houts, & Mor-
rison, 2008), and high and low expectations teachers
impact on classroom interactions (Rubie-Davis, 2007).
Addressing teachers’ needs in the promotion of social
and emotional skills has the potential of contributing to
teachers’ self-efficacy, which in turn have a significant
impact on several indicators of teachers’ biopsychosocial
functioning, including on burnout (E. M. Skaalvik & S.
Skaalvik, 2007), and impact on teachers’ efficacy
(Tschannem-Moran & Hoy, 2001).
This instrument may be usefully important for school
improvement efforts by contributing to the changing
process with the identification of teachers’ needs in terms
of the social and emotional determinants of learning and
teaching and later development of strategies that may res-
pond to those identified necessities. Examples of contribu-
tions of the use of this instrument include the understan-
ding of the impact that the satisfaction of teachers’ needs
has (a) on students (e.g. teacher and students interactions,
on students engagement with school, on students academic
achievement, on students well-being, etc.) and, (b) on
teachers (for example, on teachers burnout, or on teachers
wellbeing). Also, it may relevant in evaluation of school-
based health promotion interventions (including a better
understanding about the moderating and/or mediating
mechanisms of the teachers perceptions on the school-
based social and emotional skills promotion programmes
and strategies efficacy).
The interpretation of these results presents some limi-
tations, which must be addressed by future studies. In
order to assess convergent validity of this measure, future
studies must assess the relation between this and other
constructs. A larger sample would be desirable. Future
studies should include larger samples, including teachers
dealing with at risk samples, such as ethnic minorities or
students with special educational needs. By other side,
we suggest that the version tested in this study be impro-
ved, in terms of the instructions and in terms of items
formulation. The proposed revised version in presented
at the end of the article. Also, future studies should control
schools characteristics which are associated to students
socio-emotional functioning (students’ socio-economic
average level, students at risk for school dropout, etc.).
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Appendix A
Teachers’ Perceptions of Schooling Socio-Emotional Needs Inventory – Revised Version (TEPESSENI-R)
(Paulo Moreira, Lusíada University, Porto, Portugal)
No agree
Totally Disagree  nor Agree Totally
disagree disagree agree
1. My initial training prepared me to promote students’
social skills 1 2 3 4 5
2. I have difficulties in coping with students’ deficits
on self-esteem
and on self-confidence 1 2 3 4 5
3. In my daily teaching practice, I have difficulties in coping
with students’ disruptive behaviors in the classroom 1 2 3 4 5
4. My initial training prepared me to deal with students’
disruptive behaviors in the classroom 1 2 3 4 5
5. I have difficulties in coping with students’ deficits
on decision making 1 2 3 4 5
6. In my daily teaching practice, I have difficulties in coping
with students’ victims of maltreatment 1 2 3 4 5
7. My initial training prepared me to understand
students’ behaviors 1 2 3 4 5
8. My initial training prepared me to promote the curricular
and programmatic contents 1 2 3 4 5
9. In my daily teaching practice, I have difficulties
in understanding students’ behaviors 1 2 3 4 5
10. Specialized materials to help teachers intervening
on school failure are insufficient in this school 1 2 3 4 5
11. In my daily teaching practice, I have difficulties
in promoting sexual education 1 2 3 4 5
12. My initial training prepared me to promote students’
self-esteem and self-confidence 1 2 3 4 5
13. In my daily teaching practice, I have difficulties
in promoting decision making strategies 1 2 3 4 5
14. In my daily teaching practice, I have difficulties
in promoting students self-control and self-regulation 1 2 3 4 5
15. In my daily teaching practice, I have difficulties
in promoting students’ social skills 1 2 3 4 5
16. My initial training prepared me to promote students’
sexual education 1 2 3 4 5
17. In my daily teaching practice, I have difficulties in promoting
students’ self-esteem and self-confidence 1 2 3 4 5
18. I have difficulties in coping with students’ deficits
on self-control and on self-regulation 1 2 3 4 5
19. In my daily teaching practice, I have difficulties in promoting
students’ vocational knowledge and development 1 2 3 4 5
20. My initial training prepared me to promote students’
emotion regulation 1 2 3 4 5
21. In my daily teaching practice, I have difficulties
in motivating students’ for learning 1 2 3 4 5
22. I have difficulties in coping with students’ maltreatment 1 2 3 4 5
23. My initial training prepared me to identify students’
emotional states 1 2 3 4 5
24. In my daily teaching practice, I have difficulties
in maintaining discipline in the classroom 1 2 3 4 5
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25. Support services to help teachers dealing with students
academic difficulties are insufficient in this school 1 2 3 4 5
26. In my daily teaching practice, I have difficulties
in identifying students’ emotional states 1 2 3 4 5
27. Teachers from this school have difficulties in addressing
the students’ specific characteristics and needs 1 2 3 4 5
28. My initial training prepared me to deal with students’ risk
behaviors (e.g. drug consumption, etc.) 1 2 3 4 5
29. Teachers from this school have difficulties in articulation
students’ socio-emotional needs with the
curricular/programmatic contents 1 2 3 4 5
30. In my daily teaching practice, I have difficulties
in promoting students’ emotion self-regulation 1 2 3 4 5
31. My initial training prepared me to motivate students
for learning 1 2 3 4 5
32. I have difficulties in coping with students’ deficits
on social skills 1 2 3 4 5
33. In my daily teaching practice, I have difficulties in coping
with students’ risk behaviors (e.g. drug consumption) 1 2 3 4 5
34. I have difficulties in coping with students’ deficits
on emotion identification and regulation 1 2 3 4 5
35. My initial training prepared me to promote students’
self-control and self-regulation 1 2 3 4 5
36. I have difficulties in coping with students’ lack
of motivation to learning 1 2 3 4 5
37. The school has difficulties in addressing the students’
specific characteristics and needs 1 2 3 4 5
38. My initial training prepared me to identify and
to deal with students victims of maltreatment 1 2 3 4 5
39. Teachers from this emphasize mostly curricular/programmatic
issues, compared to socio-emotional dimensions 1 2 3 4 5
No agree
Totally Disagree  nor Agree Totally
disagree disagree agree
Coding instructions
The scale of “Initial training” is composed by 12 items: items 1, 4, 7, 8, 12, 16, 20, 23, 28, 31, 35 and 38.
The scale of “Coping with Students deficits” is composed by 7 items: items 2, 5, 18, 22, 32, 34, and 36.
The scale of “School/teachers needs” is composed by 6 items: items 10, 25, 27, 29, 37, and 39.
The scale of “Learning/teaching process” is composed by 14 items: item 3, 6, 9, 11, 13, 14, 15, 17, 19, 21, 24,
26, 30 and 33.
Elevation in each one of the scales indicates that teachers perceive as having needs in the respective domain.
Inversely, low scores on each scale means that teacher perceive as having little needs in the respective domain.
There are not reversed items, meaning that all items measure in the same direction, with elevation indicating
perception of higher needs.
